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This chapter presents the general overview on an evaluation of Teacher’s Resource Centres objectives towards primary school teachers professional in Moshi Municipality. The chapter covers the historical background to the problem, Statement of the Problem, general objective of the study, Specific Objectives of the Study, research Questions, Conceptual Framework, significance of the Study, limitations of the Study and delimitation of the Study.

1.1 Background to the Problem 
 Teacher’s resource centre was first in Britain between 1950s.and early 1960s. Over time, TRCs came to be regarded as a very successful way of supporting professional development for teachers and of providing access to a range of educational resources. However, the effectiveness of the teachers' resource centre as a strategy, in terms of its impact on schools, was never properly assessed in Britain. Towards the end of the 1980s, with the advent of a National Curriculum and the need for rapid and efficient retraining of all teachers, effectiveness became much more relevant and teachers' centres began to function effectively.  (Knamiller,Jain,Khatete,Welford& Wiegand,1999).

There are a number of underlying ideas commonly identified with teachers ‘resource centres, the most enduring one being that they should address teachers' needs. However, what teachers' centres actually become and what they can achieve seems to depend very much on the context in which they are used. The variety of use in encountered in the literature and in the projects in studies, illustrates that the term teachers resource centre certainly doesn't represent one model. More importantly perhaps, for a wide range of contextual and ideological reasons, the model developed and hailed as successful in Britain is generally not the one that has survived the influence of donor aided projects in the developing world (Fairhurst, et.al 1999).

 In Nepal teacher resource centres (TRCs) are only as good as the schools they serve. TRCs are intended to be multi-purpose. They act as a training centre for teachers, a materials development centre, a teachers' library, a parents' meeting centre, an examination centre and a community hall.  There have been some sorts of system in schools for absorbing and operational zing the messages and materials that staff bring back with them from activities at the TRC. There are two systems of TRCs in Nepal. Primary TRCs, called Resource Centres (RCs), are within the Basic and Primary Education Project. Secondary TRCs are called Secondary Education Development Units (SEDUs) and are within the Secondary Education Development Project. Teacher Resources were set up in Nepal with two main objectives in mind: first, improve the quality of education through teacher training support and supervision; and second, to decentralize the country’s education management (Giordano, 2008).  

Kenya has also a long history of supporting teachers through Teachers' Centres. TRCs were first set up in the 1970s and rejuvenated in the 1980s by the ODA with the focused curricular aim to improve English teaching and learning. This represented a distinct policy shift not only from working through Resource Centres to Advisory Centres, but also concentrating on improving teaching and learning English, Mathematics and Science in Primary schools. The emphasis in the investment could be interpreted as in developing people's expertise and not on putting books on bookcases in purpose-built centeres. (Knamiller, 1999)

In Tanzania, the first TRC was established at Kleruu Teachers’ college in 1972 with financial support from Denmark. However, the official take-off of TRC was established at Muungano primary school in Moshi in Kilimanjaro Region in 1980s (Qvist & Omar, 1999) later it was transferred to Mawenzi Primary school in the same year. Mushi and Koda (2006) have informed that given the logistical and financial problems, such a TRC was not feasible, and it became a District Teachers’ Centre for Moshi Town. 

Later on, other Centres were established through the initiatives of parents, teachers, local community and other interested stakeholders.  Teachers resource centres (TRCs) were established to provide in–service professional development to Tanzanian teachers. (TRCs) were linked to District education authorities.  The aim of using TRCs system is that it does not necessarily take away teachers from the classes and it is cost-effect to both Government and beneficiaries.

This option was taken because large number of primary school teachers in Tanzania is under trained and most of the recruited teachers were not professionals. Most of them attended crush programs. To upgrade these teachers a variety of programmes have been planned and carried out through the years. Such programs are residential courses at teachers Training colleges (TTC), day evening classes, correspondence education, and various combination of version programmes. Nevertheless, the backlog has not been reduced it was rather been increased (Booth, 1993).
The option of using TRCs meant the use of local support system for teacher’s competence building material development, confidence building, peer support, and reflection of their own teaching and problem solving techniques.  This could be one way of taking the teachers toward the continuous professional development (Binde, 2000). Large number of primary schools teachers had only a primary education and lack sufficient academic and professional training. In view of the governments’ initiatives to improve the quality of the primary schooling, there is a need for teachers to improve their educational background ahead of any professional development (Sumra, 2000).

In developing countries TRCs considering up-grading programmes there seem to be divergence between what teachers Resource centres were expected to achieve and how they are currently working.  Specifically in Tanzania the aims of TRCs as declared at the Arusha conference (1996) suggested that TRCs are essentially strategies to provide professional services to teachers to enable them to perform effectively in their classrooms. They should be places where professional and academic support is provided and where teachers discuss and solve their problems for the improvement of the quality of education. Such interpretation suggests that TRCS should be places where practitioners come to reflect and share their ideas (Binde, 2000).

Among the more important initiatives was the emergence of the District Based Support to Primary Education (DBSPE) in 1997. By the end of 2000, they were expected to be a total of 292 TRCs either buildings or school based centers carrying out in-service activities supporting close to 13,000 primary school teachers attending in-service activities (Binde, 1999). Despite the intents of a genuine desire at professionalism of teaching through the TRCs, research found that teachers who had up-graded showed no difference in teaching skills, lesson preparation, questioning techniques, methods of teaching and classroom management compared to those teachers who had not up-graded. These findings are not surprising largely because the in-service activities are de-linked in that academic and professional centers are kept separate. In addition, research findings shows that the strategy fails to live up to its promise because the general strategy fails to address the real needs of classroom teaching and learning in Tanzania (Sumra, 2000). 

1.3. Statement of the Problem 
The overall aim of TRCs in Moshi Municipality was to support teachers, to enhance their skills academically and professionally, thereby improving the teaching and learning process in the classroom that would lead to quality primary education. In Tanzania there has been a trend of low qualified teachers since early 1970s to the recent years of early 2000s. Under this trend Grade IIIC, Grade B and Grade IIIA primary school teachers have been trained and recruited in the teaching force, though in-service training has remained a matter of no concern over years, still in Tanzania the proportion of lowly qualified and under trained teachers is high and remains a major concern if the quality of primary education is to improve. TRCs in fact were established to serve this purpose (Mosha, 2004).

It is evident that teachers’ professional and academic qualities affect output in academics within her policy framework; the government has put in place the necessity of establishing Teachers’ Resource Centres all over the country to provide in-service training to teachers at their very working stations (URT, 1995).  The aim of using TRCs system is to retain teachers in the classes while serving costs to both Government and the trained teachers.  This could be one way of taking the teachers toward the continuous professional development (Sumra, 2000). To improve the quality of the primary schooling, teachers need to improve their academic strengths for professional development through the use of TRCs.

However, Sumra (2000) shows that large numbers of Tanzanian primary school teachers lack professional development despite the existence of TRCs, whose authority and functions are to deliver the venue for in-service educational training for teachers. The evidence is emerging that not all is well with emergence of the TRCs and that achievements are in fact very limited. Previous studies (Mujuba, 1995; Kiwia, 1998; Koda, 2006& Maira, 2009) have addressed the existence, physical resources available, and the types of activities the TRCs carry out. Other study by (Mgaya S, 2012) addressed the role of TRCs on Teachers professional development,   evaluated the programmes, resources and sustainability of TRCs. However, none of the studies has evaluated the achievement of TRCs’ objectives towards primary school teachers’ professional development. This study therefore, evaluated the achievement of Teachers Resource Centers’ objectives toward primary school teachers’ professional development in Moshi Municipality.

1.4 General Objective
The general objective of the study was to evaluate the achievement of TRCs’ objectives in Moshi Municipality in terms of programs conducted, relevance of curriculum materials used, current activities undertaken and challenges facing TRCs towards achieving its objectives.

1.5 Specific Objectives of the Study
The study was guided by the following specific objectives namely:
i.	To investigate the relevance  of the current  programmes undertaken in TRCs and their relationship with TRCs’ objectives towards primary school teachers’ professional development in Moshi Municipality?
ii.	To assess the challenges facing TRCs in achieving their objectives 
iii.	To investigate the measures taken to overcome the challenges encountered by TRCs in achieving their objectives. 

1.6 Research Questions
i.	What are the current activities or programs undertaken in TRCs and their relationship with TRCs’ objectives towards primary school teachers’ professional development in Moshi Municipality?
ii.	What are the challenges facing TRCs in achieving its objectives in Moshi Municipality?
iii.	What measures are used to overcome the challenges facing TRCs in achieving its objectives? Are the measures taken relevant and sustainable?

1.7 Conceptual Framework
In order to understand achievement of TRCs roles towards primary teacher’s professional development, there is a need to have a comprehensive conceptual framework. According to Smyth (2004) as cited in Kombo and Tromp (2006), a conceptual frame work should assist a researcher to organize his or her thinking and complete an investigation successfully.  Furthermore, the frame work should explain the relationships among interrelated concepts, and explain the possible connection between the variables. The study was mainly guided by adopted and modified 1971 Stufflebeam’s Model of Curriculum Evaluation (CIPP).

In this study, context means the environment within which the programme is implemented. In relation to this study, the context is primary the TRC system of in-service training.  Input entails resources both curriculum materials, qualified facilitators, qualification of teachers involved in program and quality classrooms where training will be conducted. Process consists of duration for program, teaching and learning methods and mode of assessment to facilitate monitoring and evaluation of the program and quality of instruction provided. It is important to observe all activities such as group discussion and presentation, reflection, mentoring, coaching, and peer coaching, engaging in these activities through interaction between teachers themselves  and facilitator there is where scaffolding take place and teachers may acquire relevant knowledge, attitudes and skills for effective classroom teaching and learning processes.

The output as per Stufflebeam, (2002) refers to what the community desires. That is, it refers to what is expected after input and process. In this study, product as the result of the above processes involves: quality materials produced by teachers in TRCs, competent teachers, qualified teachers who can facilitate teaching and learning effectively in schools and high performance.
CONTEXT.TRCProcess Teachers training programmes                      In – service training                                  Seminars Workshops Field visit              Study tour.Product Professional development Competent teachers Role model teachers Professional teachers Accountable teachers. High performance.	
 Figure 1.1: Conceptual Framework Model for Evaluating TRCs in Moshi Municipal
Source: Adopted from beam’s (1971) model of curriculum evaluation     


1.8. Significance of the Study
The findings of this study will help to improve classroom teaching and learning process. Also the research findings will help the educational administrators and policy makers on the way to implement teacher’s professional development programmes through teacher resource centre strategy so as to improve the quality of education in Tanzania. Moreover, findings of this study will help to inform planners and policy makers about various challenges that TRCs face in the implementation of in-service training progarmmes to primary schools teachers in Tanzania. Lastly, this study is anticipated to add to the inadequate literature about the achievement of TRCs system in providing in-service training for the purpose of improving classroom teaching and learning in primary schools in Tanzania.

1.9 Limitations of the Study
This study was conducted in Two TRCs and five primary schools. Thus, as the programme is already implemented, this study was affected by the sample, as getting ideal respondents was difficult. The results are generalized due to differences in attitudes, perceptions, emotions and impression of respondents toward TRCs contributions to their professional development. Moreover, time allocated for this study was not enough to get ideal information for this study there was external inconvenience in the selected schools and TRC, thus, affecting the quality of results. However, the researcher made prior arrangements to identify and inform key informants in order to make sure that they are available at the expected time. Also the researcher used methods of data collection which are too qualitative rather than quantitative. 

1.10 Delimitation of the Study
Essentially, this study was confined to the second level of education particularly public primary schools found in Tanzania specifically in Moshi Municipality because it seems large number of Tanzania primary schools teachers lack professional development. At this level the researcher evaluated the objectives of TRCs towards primary schools teachers’ professional development. This means to explore the contribution of TRCs to the professional improvement of primary school teachers by observing their performance in classroom practice as well as listening to their ideas about the effectiveness of TRCs.


1.10.1 Definition of Operational Key Terms
1.10.2 Teachers’ Resource Centre
 A place where teachers can turn to obtain updates of the curriculum and matching teaching and learning materials. It provides teachers the opportunity to critique and make implementable recommendations for improving existing curricula as well as matching teaching and learning materials (William, 2011).

1.10.3 Evaluation
Evaluation is the effort of trying to examine and judge the worth, quality, significance, amount, degree or condition of something, (Bhola, 1979).In this study evaluation means the process of assessing the degree to which TRCs have achieved their objectives towards primary teachers’ professional development. An objective in this context is the general statement of what TRC intend to accomplish by the end of the program (Kombo and Tromp, 2006).

1.10.4 Teacher’s Professional Development






The review of the literature provides the background and context for the research problem; it also helps in discovering important variables relevant to the topic under study .This chapter presents the reviewed literatures related to this study. The review covers the global perspectives of teacher resource centres , theoretical Review, the history and development of TRCs in Developed Countries, The history and development of TRCs in Developing Countries, Improvements of Teacher Resource Centres in Tanzania, in-service training programs for primary school teachers, improvements of Teacher Resource Centres in Tanzania, importance of Teachers’ Professional Development, Empirical Studies outside Africa, Studies conducted in Africa, Studies conducted in Tanzania and  The knowledge Gap.
 
2.2 Theories relating to the study  
A theory is defined as “an explanation of particular phenomena in terms of a set of underlying constructs and a set of principles that relate the constructs to each other, a number of scholars have explained the concept of theoretical framework. Kombo and Tromp (2006) defined as a collection of interrelated ideas based on theories. It comprises of various theories that a researcher used to explain issues in his/her study. 

Theoretical literature attempts to clarify why things are, the way they are based on theories. It is a general set of assumptions about the nature of phenomena. In this regard, a theoretical literature helps a researcher to determine what issue he/she will explore and how they relate to each other in the literature. In light to the above explanation, the present study was guided by two theoretical ideas namely; Socio Cultural Theory (SCT) by Levy Vygotsky and Stativity Theory (ST) by Barab and Duff (2000)

2.2.1 Socio Cultural Theory
Vygotsky’s socio cultural theory of learning describes learning as a socially and culturally situated in the contexts of everyday living and work (Lave & Wenger, 1991). Furthermore, in social cultural theory learning is the result of a dynamic interaction between individuals, other people, and cultural artifacts, all of which contribute to the social formation of the individual mind (Wretch, 1985) and lead to the realization of socially valued goals (Angstrom, 1999). The theory attempts to explain learning as a more social process in which individual student (teacher in this regard) may be able to perform task and solve problems, memorize things or recall experiences even when they left alone (Harding, 2001). 

In this perspective, learning is understood as occurring when students (teacher in this regard) are helped by adults (experienced teacher or mentors). According to Harding (2001) when a teacher, mentor or facilitator helps his or her student (teacher in this regard) to accomplish tasks that they are unable to achieve alone, he or she is fostering the development of knowledge and ability. With socio cultural theory therefore, the fostering of collaborative learning, discourse, modeling and scaffolding are crucial tool for supporting the intellectual knowledge and skills of teachers’ thus intentional learning on the side of teachers.
2.2.2 Application of Socio Cultural Theory 
 The Socio Cultural Theory can be used in different areas of the research. Whipp, (2005) applied the theory in guiding teachers use and integration of instructional technology in two professional development schools. In this process socio cultural theory as framework was used to support strategic structuring of professional development activities for pre-service and practicing teachers on technology use and integration. It was revealed that socio cultural theory is more powerful in supporting strategic structuring of activities in TRCs without reducing the works complexity. Furthermore, the theory was found to be powerful because it focuses on the environmental context in which logical behaviors than those without training regardless of context.

For the purpose of this study, socio cultural theory was useful in different ways. Firstly, since the theory provides a basis for reflection, it helped to find out the challenges faced by primary school teachers in attending in-service training for their professional development. Secondly, it l helped the researcher to find out the suggested ways on how to improve the programme in TRCS so as to equip into primary school teachers necessary knowledge, attitudes and skills for effective classroom teaching and learning.

2.2.3 Situativity Theory 
 The theory of situativity was propounded by Barab and Duff (2000). Situativity theory or a situated learning model is a theoretical lens through which effective professional development may be analyzed. Stativity theory views learning as being connected to the situation, with individual cognition and meaning being socially and culturally constructed (Owen, 2004). It involves working collaboratively, addressing contextualized authentic problems and negotiating meaning through practice (Barab & Duff, 2000, in Owen, 2004). Situativity theory can be viewed as linking closely to Vygotsky’s work including the Zone of Proximal Development (ZPD) (1978). Vygotsky’s Zone of Proximal Development highlights that all languages, traditions, beliefs and objects are created by people within a culture, and that achieving higher mental function involves an external socially- mediated stage. 

However, in situativity theory learning is viewed as involving individuals and community process of refining norms and practices (Lave & Wenger, 1991, in Owen, 2004). From the above point of view, in-service training for teachers is viewed as a process that enhanced teachers’ professional knowledge, skills and attitudes so as to improve their classroom teaching and learning practices (Little, 2002). Furthermore, in this perspective it is assumed that, if the strategies used in in-service training for teachers in TRCs encouraged teachers to interact among themselves, materials and experts, thereafter learning will be accelerated and competence is to be achieved.

Moreover, with close link of this theory with the concept of Zone of Proximal development (ZPD) by Vygotsky (1978), situativity theory is emphasized in viewing professional development rather than individually- based cognitive learning approach (Owen,2004). The most effective professional development is situated in a particular school, team or community of shared understanding (ibid). Situativity theory, involves interactions, observing individuals, shearing ideas through oral or written language and engaging in particular tasks such as analyzing student work (Owen, 2004). 

In this, continuing professional development for teachers is regarded as the process of helping teachers to meet Zone of Proximal Development (ZPD) by Scaffolding to enable them realize their potential. In the process, facilitators (mentors) are regarded as experts who provide assistance using variety of strategies to enhance knowledge, skills and attitudes to teachers in TRCs. Therefore, by creating formal scaffolding programme in TRCs of social and other environmental artifacts, meaningful learning and competence occur among individuals which would not have been achieved without interventions (Verenikina, 2003 in Owen, 2004).

In order for the learned knowledge to be accelerated among teachers as part of the training strategies, facilitator exposes teachers to various tasks and learning situation where they become facilitators themselves. Through this way, teacher gain the capacity to teach in other situation particularly in classroom teaching and learning situation. Thus, as it has been stated before, that learning is situated within the physical or social environment and interaction of individuals among themselves and other materials. Therefore, for the purpose of this study, the theory of situativity will help to explore the perceptions of teachers towards the achievement of the in-service training through TRCs in improving classroom teaching and learning process.

2.3 The history and Development of TRCs in Developed Countries
Overtimes, the literature review shows that TRCs in developed countries have changed over time. TRCs has been introduced and established for the number of reasons depending on situation prevailing in a certain area. 

2.3.1 TRCs in Britain
In Europe, the teachers’ resource centres began in Britain in the 1960s. Over time, they came to be regarded as a very successful way of supporting professional development for teachers and of providing access to a range of educational resources. However, the effectiveness of the teachers’ resource centre as a strategy, in terms of its impact on schools, was never properly assessed in Britain. Towards the end of the 1980s, with the advent of a National Curriculum and the need for rapid and efficient retraining of all teachers, effectiveness became much more relevant and teachers’ centres began to function effectively. Concerning Education For All the concept of quality has taken a central place. (Knamiller, 1999)

In Britain for example, TRCs’ Objective was to improve young teachers’ competence in the sense that they were not checked or supervised regularly during their first year of teaching. Teachers’ as well as educators were comparatively successful because they were well maintained, schools were well resourced, access to a range of instructional materials was perfect, and pupils were motivated because education was often highly valued and there was support in terms of educational background, interest and the availability of books Whittle (1975), as cited in Koda, (2006).

2.3.2 TRCs in the United States
The history of TRCs in the USA goes back to 1976 when federal funding was authorized for three years to create teachers’ centres. The Objectives were;(a) to refine and expand teachers’ instructional skills; (b) to upgrade teachers’ knowledge in their specific subjects; (c) to increase teachers’ sensitivity to adolescents; (d) to provide teachers with the opportunity for personal and professional enrichment; (e) to appraise teachers at district level and to enable them to follow thoroughly individual and interactive plans for continued professional growth (The New Encyclopedia Britannica, 1988).   

With such clear and well stated objectives, TRCs in the United States shows success in many areas. For example, teachers and pupils praised the fact that TRCs developed into an environment that was learning –oriented, which promoted the achievement of teachers as well as pupils. Other teachers said they had increased their effectiveness in instruction delivering, had a better understanding of adolescents and a greater awareness of districts’ expectations of the instruction given (Koda, 2006)     

2.4 The History and Development of TRCs in Developing Countries 
Literature on TRCs in developing countries is scarce. This does not mean that TRCs did not exist. They existed but they were developed in an ad hoc fashion. In the late 1970s the idea of TRCs was sold abroad as an effective way of responding to teachers’ needs and ensuring professional growth (Khan, 1982), Mushi (2003) asserted that it was at this point, towards the ends of 1970s, that the TRCs concept began to be exported to developing countries. Over times, TRCs have come to be regarded as a very effective way of supporting the professional development of teachers and providing them the opportunity to access organized educational resources. Furthermore, Khan (1984, as cited in Mushi, 2003) advised TRCs in developing countries to be concerned with support rather than assessment, be relevant to the practical needs of the classroom, flexible enough to deal with the ‘immediate cry for help’, adopt a problem centred rather than solution –centred approach, foster a professional atmosphere and be accessible. 

2.4.1 TRCs in Nepal
In Nepal, TRCs were first piloted in the early 1980s in Seti region. As in any other countries, Nepal’s education system needed to expand rapidly to provide universal access to education. Also in the country, TRCs are intended to be multi-purpose. They act as a training centre for teachers, a materials development centre, a teachers' library, a parents' meeting centre, an examination centre and a community hall.  There are some sort of system in schools for absorbing and operationalizing the messages and materials that staff bring back with them from activities at the TRC. 

There are two systems of TRCs in Nepal. Primary TRCs, called Resource Centres (RCs), are within the Basic and Primary Education Project. Secondary TRCs are called Secondary Education Development Units (SEDUs) and are within the Secondary Education Development Project Teacher Resources were set up in Nepal with two main objectives in mind: first, improve the quality of education through teacher training support and supervision, second, to begin to decentralize the country’s education management, because resource centres are used as a structure for supervision and management between schools and the district (Giordano 2008). 

The research done by Khaniya (1997) on the functioning of TRCs in Nepal in the three centres of Shreekhairahani, Triven and Janapath found that TRCs were the best choice for improving the teaching profession, despite a number of problems facing TRC management in the country, as well as for providing meeting place for teachers, head teachers, resource centre management and committee members to discuss and solve problems.

2.4.2 TRCs in South Africa
South Africa has also adopted TRC in the time of political instability and poor economic growth after independence. Hoppers (1998) writing about the early emergence of TRCs in South Africa, during this period there was a demand of education at a time when a country had neither resources nor trained personnel to cope with it. Thus, teachers and school heads were fully involved in needs assessment, planning and implementation of activities in accordance with local interest and priorities; as a result TRCs helped teachers to deal with educational problems from local perspectives.

2.4.3 TRCs in Lesotho
In Lesotho, the development of TRCs was initiated by the National Teacher Training College in the late 1970’s. The main focus was on supervision of the College’s for both In-Service and Pre-Service students. The Ministry of Education in the country assisted by erecting small buildings as resource centres, provided furniture and supported services such as reprographic materials with a limited number of professional books and employed supervisors for Pre- and In- Services Students. In the early 1980s there were 72 sub- district dissemination centres in operation. (Qvist & Omari 1996). The country under the Ministry of Education planned for a more extensive and integrated role for TRCs than the West had had (Mushi, 2003).
2.4.4 TRCs in Zambia
In Zambia, the Ministry of Education first introduced the concept of TRCs in 1977 as a part of a national education reform strategy aimed at improving the relevance and effectiveness of education (Hoppers, 1998). Furthermore, in 1986 the Ministry of Education came up with another approach, which guided the TRCs at the grassroots known as Self - Help Action Plan for Education (SHAPE) under SIDA. It aimed at learning with production, organization and making teaching aids using locally available materials. The main objective of SHAPE was to support professional self –development at a modest scale (Ministry of General Education and Culture, 1995: 55). 

In its reform policy document, the government underscores the importance of resources centres and designated all teachers training colleges as provincial resource centres. In Zambia, the teachers' centre coordinators were primarily facilitators and trainers (Knamiller, 1999). Zambia, like other countries which adopted TRCs, emphasizes flexibility of TRCs Programmes so that they are relevant and focus on teachers’ needs (Ms DANIDA/MoEC, 1996).

2.4.5 TRCs in Namibia
TRCs in Namibia emerged in the 1980s under the auspices of the then Department of Education of the South African Government. By 1989, only four TRCs were in existence, namely Katutura, Tsumeb, Otjiwarongo and Rundu, plus one in the whites-only training college in Windhoek. There are thirty five TRCs in the country (Mbambo, 2009). Immediately after independence in 1991, the Ministry of Education and culture promoted the concept of TRCs in other parts of the country through a five- year development plan for an improvement in teachers’ in-services programs. According to Mbambo (2009) the establishment of TRCs in Namibia was further necessitated by the need to improve support for teacher and to respond to the challenge of the lack of adequate resources, capacity, equipment and expertise in schools that prevented teachers from performing as expected.

 2.4.6 TRCs in Kenya
TRCs started in 1975 as a result of ideas borrowed from Britain (Qvist & Omar, 1996). The TRCs provided information for teachers, conducted demonstration lessons using teachers, and developed teaching aids from local materials Republic of Kenya (1988, as cited in Giordano, 2008). They were to improve the quality of education in primary schools. Although Kenya has a centralized system of education, it is said that TRCs would help teachers to adapt the official curriculum according to local circumstances (Mushi, 2003).

2.4.7 TRCs in Tanzania
In Tanzania, the first TRC was established at Kleruu Teachers’ College in 1972 with financial support from Denmark. However, the official take-off of TRC was established at Muungano Primary School in Moshi in Kilimanjaro region in 1980 later it was transferred to Mawenzi primary school in the same year. (Qvist & Omary, 1996). The Ministry of Education and Culture (MOEC) formally introduced the TRCs policy in Tanzania through circular letter EDTM/57/VOL111/80 of 26 December1986, which call upon all district in the country to establish their own centres. Only few centres were set-up in the country, including Kinondoni (1987), Mbokomu, Mbwera, Mufindi (1988) and Ilala (1991) (Mbaga, 1985). 
However, this initiative was not particularly successful due to the absence of an administrative structure, clear guidelines, and inadequate financial resources. The introduction of TRCs in Tanzania is thus among the recent attempt by the government to try to alleviate the problem of poor quality of teachers. According to the government policy statement on the academic and professional development of teachers, 
i.	All grades C/B teachers, especially those in rural areas, shall attain form four qualification by the year 2002.
ii.	All grades C/B teachers shall attain grade “A” certificate by the year 2004.
iii.	All teachers for pre-school primary shall have opportunity for upgrading academically and professionally to any desirable level (PED, No. 20, 1999).

According to Sumra (2000) research findings shows that the strategy fails to live up to its promise because the general strategy fails to address the real needs of classroom teaching and learning in Tanzania. In Tanzania the aims of TRCs as declared at the Arusha conference (1996) suggested that TRCs are essentially strategies to provide professional services to teachers to enable them to perform effectively in their classrooms. They should be places where professional and academic support is provided and where teachers discuss and solve their problems for the improvement of the quality of education. Such interpretation suggests that TRCS should be places where practitioners come to reflect and share their ideas (Binde, 2000). According to URT (2000) the following are the objectives for the establishment and running of Teachers Resource Centres TRCs):
i.	To promote professional development of teachers and TRCs staff trough seminars, workshops and short courses.
ii.	To serve as a place for sharing innovative information and ideas among teachers, schools, community and education authorities at district, ward and cluster levels.
iii.	To provide teachers the opportunity to critique and make implementable recommendations for improving existing curricula as well as matching teaching and learning materials. 
iv.	A TRC is a place where teachers can turn to obtain updates of the curriculum and matching teaching and learning materials.
v.	To provide library services for teachers of all levels.
vi.	To function as a distribution centre for school instructional materials (text and references books, exercise books and other materials).
vii.	To function as an assessment/evaluation centres for school and college performance so as to help improve and maintain educational standards.
viii.	To improve the classroom performance of the teachers through training, development and involvement in curriculum issues.
ix.	To develop skills in the production and use of local teaching materials.
x.	 To be a focal point of disseminating skills and ideas related to management.
xi.	To improve students’ performance.

Conceptually, a TRC aims to respond to teachers’ professional development needs. A TRC also aims to facilitate the professional development of teachers and improvement of their professional practices while observing and living up to the expectations of the code of ethics of the teaching profession. According to Mbaga (1985), TRCs are expected to operate as neutral and mutual meeting grounds for all persons concerned about the design of the country’s education system, appropriateness, relevance and quality of education. A TRC is therefore, expected to have competent staff and full provision of the latest educational technologies and equipment, teaching aids and support materials, as well as innovations for more effective teaching, general classroom practices and teachers’ professional conduct (William, 2011).

Since in Tanzania large numbers of primary school teachers are under trained and most of the recruited teachers were not professionals but they were crush trained. To upgrade these teachers a variety of programmes have been planned and carried out through the years such programs are residential courses at Teachers’ Training Colleges (TTC) day evening classes, correspondence education and various combination of version programmes. Never the less the backlog has not been reduced it was rather been increased (Sumra, 2000). Teachers resource centres (TRCs) were established to provide in–service professional development to Tanzanian teachers and were linked to District education authorities.  

The aim of using TRCs system is that it does not necessarily take away teachers from the classes and it is cost-effect to both Government and beneficiaries. The natural option would mean the use of local support, system for teacher’s competence building material development, confidence building, peer support, reflection of their own teaching and problem solving techniques.  This could be one way of taking the teachers toward the continuous professional development (Binde, 1999). Studies show large number of primary teachers had only a primary education and lack sufficient academic and professional training. In view of the governments’ initiatives to improve the quality of the primary schooling, there is a need for teachers to improve their educational background ahead of any professional development (Sumra, 2000).

In developing countries TRCs considering up-grading programmes there seem to be divergence between what teachers Resource centres were expected to achieve and how they currently working. Among the more important initiatives was the emergence of the total of 292 District Based Support to Primary Education (DBSPE) in 1997. By the end of 2000, they are expected to be a TRCs either buildings or school based centers carrying out in-service activities supporting close to 13,000 primary school teachers attending in-service activities (Binde, 1999).   According to Sumra (2000) research findings shows that the strategy fails to live up to its promise because the general strategy fails to address the real needs of classroom teaching and learning in Tanzania. 

2.5 Improvements of Teacher Resource Centres in Tanzania
The early 1990’s saw an increased interest in Teacher Resource centre’s (TRCs) in Tanzania.  In this respects the primary Education program me (PEP,1992-1997) was established through the support of Denmark and by the end of 1996, was operating as a pilot project in 14 districts (Out of total of 112 in Tanzania) PEP helped to develop 22 Teacher Resource centers (TRCS) during this time and supported just over 30% of all primary schools in the 14 district (427c clustered schools out of a total of 1,413 primary, schools); and close to 1,400 Grade B/C teachers. Following on the success of primary education programmers (PEP) , a number of NGO’S and voluntary agencies established TRCs as district centers acting as a nucleus of the cluster system and also a number of satellite sub-centers located in host primary school (Sumra,2000)

2.6 The Concept of Teachers’ Professional Development
Teachers professional development- refers to a more systematized, initial and continuous coherent process of professional development for teachers and managers of education system. In order for teachers to continue working efficiently and productively towards meaningful quality education they need opportunities for PD to keep them professionally up to date and be able to face new professional teaching challenges and global society challenges (Soko, 2012). Studies inform us that professional development of teachers starts at initial training and this training is of paramount importance in preparing new teachers (Meena, 2009). Unfortunately literature suggests that new teachers are not adequately prepared to meet the needs of their students (Lau, 2004). For example a study by Bhalalusesa, et al (2011) in Tanzania brings to our attention that student teachers were left largely on their own to accumulate teaching survival skills. 

Moreover, it seemed some teacher educators lacked specific skills on how to teach young children in Kiswahili (ibid). This situation cannot be left without an intervention through which teachers will acquire appropriate skills they have missed during initial training. Thus, as stated in the Tanzania Education and training policy, in-service training and retraining is compulsory in order to ensure quality education (United Republic of Tanzania, 1995). These in-service training could be provided through teacher resource centres (TRCs) by conducting different learning activities such as seminars, preparation of teacher made materials and aids, exchange of professional ideas and experiences as well as learning pedagogical skills which could be the strategies and ways to support pupils’ learning, this will be geared by well trained, motivated, knowledgeable, and competent teachers who can translate the curriculum into action. (Mpokosa, 2008)

Supporting the professional development of teachers Government should provide an environment in which teachers feel able to make a critical analysis of their teaching.  It is found that Teachers’ Resource Centres had become important and sometimes major providers of in-service education, and those teachers’ comments were overwhelmingly in favor of them. Gough (1974) emphasized that the contribution teachers’ centres made to INSET should only be seen as complementary to that provided elsewhere, he did attribute certain unique qualities to teachers’ centres. He highlights that: their local nature, the freedom they provide from the normal hierarchies of school or local authority systems and the tendency they have to involve the teachers themselves in the decision making, the design and the implementation of their in-service programme. He claims they are characterized by being both accessible and acceptable.

Quality education has been one of the important issues in the developed countries and developing countries particularly in Tanzania. It is apparent that quality education has been used by many nations as a tool for socio- economic development. However, realization of quality education requires well trained, knowledgeable, and competent, motivated and well supported teachers who can translate the curriculum into actions (Mpokosa, 2008). Newman, (1981) pointed to the advantages teachers’ resource centres have of offering opportunities for: (a) The diagnosis and provision of INSET which was local in nature,(b) Swift response to needs,(c) A secure environment. Professional esteem arising from a sense of involvement. 

Improving the quality of education particularly primary education has been one of the significant agenda in the international discussions and conferences, including those held Jomtien (1990) in Thailand; Cairo (1994) in Egypt and Dakar (2000) in Senegal. The Dakar meeting postponed the period for achieving the EFA goals after finding out that it was not achieved in 2000 as it was planned. It was postponed to the year 2015. The main agenda in these conventions has been education for all (EFA) with emphasis on ensuring that quality education is provided to all regardless of one’s geographical positions. Education for this matter is considered to crucial tool for achieving the Millennium Development Goals particularly poverty reduction and EFA (Mpokosa, 2008). 

Mosha (2006) defines it as the desired state of education whereby the primary goal of education is not merely scholastic achievement earned through robotic cramming to pass examinations, but also acquisition of values, attitudes, knowledge, skills and other dispositions needed to be full participant of the society. On the other hand, EFA (1990) defines quality education as the degree to which education allows children to reach their fullest potential in terms of cognitive, emotions, and creative capacities. In addition to that, Omari (1995) reveals that quality education does not just come overnight; it is a result of effective educational planning and teachers training followed by effective implementation.
2.7 In-Service Training programs For Primary School Teachers
Primary School Teachers- are teachers who are trained to teach at primary school level.  However, the minimum qualification for primary school teachers in Tanzania is expected to be grade IIIA, who attained ordinary level certificate of secondary education and have undergone training for one (1) or two (2) years in teachers colleges (URT, 1995). 

In the educational system of Tanzania, primary education is found at the second level of educational system. According to URT (1995), primary education is fundamental to the strengthening of higher levels of education, laying strong foundations in scientific and technological, literacy and capacity and thus a means to self-reliant personal and national development. Moreover, among many aims of primary education is to prepare children for secondary education, vocational training and continuing education (URT, 1995). 

Having recognized the central role of the education sector in achieving the overall development goal of improving the quality of life of Tanzanians, the Government of Tanzania (GoT) has identified a number of strategies for improving the quality of education in all levels of education. It is apparent that several policies and structural reforms have been initiated by the government to improve the quality of education with a view to link between education provided at all levels and socio-economic development of Tanzania. This includes an attempt to promote quality education in the context of Education for Self –Reliance (ESR), a philosophy of education adopted by Tanzania following the 1967 Arusha Declaration that embraced a socialist approach to social and economic development (Nyerere, 1968). The underlying principle of this philosophy is that, education should produce an individual who has acquired, not only knowledge and skills, but also social and mental attitudes that will help the individual to be self- sufficient after living school. It aims to integrate the pupils with the local community so that they can learn relevant skills from other community members. In this philosophy primary education was practical oriented, a terminal to itself and students were prepared to be self- confident, cooperative, develop critical and inquiry minds. The implementation of ESR faced some challenges such as failure to understand the concept itself by most of teachers as most of time was used in shamba work hence brought some challenges from parents and community members. (Nyerere, J.K1968). 

Moreover, in 1977 the Government of Tanzania declared to implement the Universal Primary Education (UPE) by 1989 (Mosha, 1995). Implementation of UPE suffered a number of shortcomings such as shortage of competent as well as trained teachers, learning materials as well as other necessary infrastructure such as desks and classrooms. The high demand of teachers became the result of imbalance between the expansion of primary education and available secondary schools which also led to low transition rates as well as availability of enough secondary graduates to supply the demand (Wedgwood, 2005). As result primary teachers were drawn from populations who had not attended secondary school with low academic grades and trained for some months to be teachers in primary schools (ibid). 

Due to this, Leshabani and Masesa (2000) in Wedgwood (2005) argued that the push for Universal Primary Education between 1978 and 1984 as the major cause of the deterioration in quality at all levels of education in Tanzania. The fall in quality of primary education caused parents to lose faith in the value of sending their children to school and this made the initial progress towards achieving UPE unsustainable Malekela (1994) in Wedgwood (2005). 

Furthermore, in July, 2001 the Government of Tanzania through the Ministry of education launched Primary Education Development Plan (PEDP) towards the attainment of EFA goals and wide national educational goals for primary education and its implementation started in 2002 ( URT, 2001). This plan articulated the target of universal primary education within the Dakar Framework for Action and Tanzania policy framework of ETP and the ESDP, the LGRP, Tanzania Development Vision 2025 and the National Strategy for Growth and Reduction of Poverty (URT, 2001). 

The PEDP 2002- 2006, consisted of four strategic priorities; expansion of enrollment, improving the quality of teaching and learning process, building capacity within the education system and other public and private  sectors with a stake in education provision, and strengthening the institutional arrangements that support the planning and delivery of education services (ibid). Although the enrollment of primary school students increased from 4,842,875 in 2001 to 7,959,884 in 2006 and GER and NER improved from 84% and 65.5% in 2001 to 112.7% and 96.1% in 2006 respectively (URT, 2007).

The implementation of PEDP I suffered a number of problems such as shortage of well trained and competent teachers, overcrowded classrooms, low transition rate as well as inadequate furniture, as URT (2007) asserts that over the past five years, PEDP 1 focused mainly on enrollment expansion with little attention to quality aspect, as such the programme still faces a number of challenges which hinder the attainment of delivery of primary education of good quality. In response to shortage of teachers during PEDP 1, the government decided to revise years of training from two to one year plus one year practice. 

The expectation was that, in the field teacher trainees would get experience from the experienced teachers; however in schools there was a problem of unqualified teachers who could hardly assist new teachers as a result the cycle of poor teaching continues (Woods, 2007). A similar remark was made on the report of PEDP 1 in URT (2001) that although PEDP 1 achieved much in terms of enrollment, important of the quality of education at all levels is much needed. The report continues to argue that, our education system is faced with several problems such as shortage of teaching and learning materials and shortage of qualified and competent teachers and that, the challenges that the Ministry is facing are to improve the quality of education through training and development of teachers and the teaching profession (URT,2001). 

In 2008 the Government of Tanzania through the Ministry of education (MOEVT) approved the implantation of the Teacher Development and Management Strategy (TDMS) 2008- 2013 as a means to address quality aspects and professional support of teachers in order to realize the national goal of ensuring equitable access to quality basic education (URT, 2010).  Through this organ, MOEVT with support from UNICEF conducted a base line study to assess the quality of teaching and learning in public primary schools in Tanzania, among the result of this study was the difficulties that teachers face in preparing teaching and learning materials, managing large class sizes and mastery of subject matter specifically science, mathematics and language subjects (URT, 2010). 

It is from these findings, the MOEVT in collaboration with UNICEF established school based in-service training for public primary school teachers in mathematics, sciences and language subjects known as MWAKEM which stands for Mafunzo ya Walimu Kazini- Elimu ya Msingi. This programme aims to improve teaching and learning skills of teachers in form of school based using open and distance learning approach. Currently, the programme is operating under pilot study in seven districts namely, Makete, Magu, Mtwara ufundi, Hai, Bagamoyo, Siha, and Temeke (URT, 2012). All these programs have been planed and implemented so as to improve teaching and quality aspects of professional support of teachers in order to realize the national goal of ensuring equitable access to quality basic education.

2.8 Importance of Teachers’ Professional Development
Teacher’s professional development through in-service training is very crucial. This training is given to teachers who are already working. It is supposed to be provided constantly and consistently and differ in approaches. The aim of in-service teacher training is to improve the quality of teaching among teachers as well as acclimatizing new teachers so that they can carry out effective teaching and learning. Without this training, teachers will be outdated, will not manage to cope with changes, and will thus lose their ability to work effectively and efficiently. According to Educational psychology teachers who do not receive in-service training do not enjoy their jobs and hence become demotivated.
It should be noted that teachers always keep on learning, updating, and refreshing their knowledge; therefore they continually need new knowledge and skills to enable them to carry out effective teaching. Most of the time, in-service training is offered through short courses, seminars, workshops, meetings and other special training. Looking to the teacher, Taylor (1980) in his study speaks strongly of professional responsibility and suggests that all types of training and study experiences would be useless if the individual teacher did not feel committed to professional growth. 

He believed that if teacher education could establish, maintain and enhance such a commitment, teachers would be able to make use of, and compensate for any gaps or deficiencies available resources way that have favorable outcomes for student learning in the classroom. Each teacher would need to use all means available to become a better-educated person, to develop judgments and skills and to keep in touch with ideas and innovations in his or her own cognate fields.

Dadds (1997) also discusses the importance of professional responsibility and defines it as nurturing within oneself inner wisdom and critical judgment about what can be provided for each child in each situation. She sees the theories and methods provided by experts only as supportive resource. She maintains that, teachers should reflect on their own experiences and by nurturing a belief themselves as potential expert. The underlying characteristics of good and effective teachers include the levels of their general education, professional training and authentic qualifications, deployment plan, employer conditions of service, remuneration, incentives packages and retention plans; environment of their work places, their readiness to observe the relevant professional code of conduct, the manner and mechanisms by which they are supported and enabled to support each other professionally (Haule, 2007).

Ozer, (2004)  highlight the importance of in-service training to primary school teachers for their  professional development, in Turkey found that most of the teachers were in need of professional development as it renewed and refreshed their knowledge and to improved their knowledge, skills and methodology.  In-service education and training is seen as a process whereby teachers continuously improve their profession.

2.9 Empirical Studies outside Africa about Teacher Resource Centres
Empirical studies have verified the effect of in-service training on teachers’ improvement in classroom teaching and learning, students’ performance as well as school performance in the world and Tanzania in particular. A number of studies in the world on TRCs towards teacher’s professional development have been done.  Patti (1986) conducted a study in India in TRCs and schools through observation and interview methods reported that in-service training programmes are very much useful for classroom instruction and professional growth. Another study was done by The Institute of Education Sciences (1997) for elementary teachers in U.S public schools revealed that teachers were very much interested with the programme conducted in Teachers Resource Centrces ( TRCs) and those who had undergone in-service training were more likely to use appropriate instructional materials that were up to date than teachers with no training. 

Another study was conducted by Sabri (1997) to assess the effectiveness of in-service training programme in Palestine. The participants of the in-service training programme reported that the concept of lesson planning as the most needed competency. Another study was done by Riana (2005) in India on opinion of secondary school teachers on the effectiveness of in-service training programme in enhancing the professional competencies. The study revealed that the in-service training programmes in TRCs are effective in developing professional competencies of teachers.

2.10 Studies Conducted in Africa
According to Kinyanjui, (1996) the need for in-service teachers training in Kenya, was necessitated by the fact that by 1968 there were 10,238 teachers who were not professionally qualified. Thus the government initiated an extensive programme of in-service teachers’ training so as to improve their knowledge and skills in classrooms. Chowo, (1981) argues that the TRC programme proved success because of the cooperation between the Ministry of education, the University of Nairobi, the institute of Adult education, the Voice of Kenya and Kenya Postal Service. This shows the close consultation and cooperation between the government’s organs help to push the in-service teachers training programme to success.

On the other hand, Onyuach, (2010) conducted a study on the influence of TEPD in improving teachers’ competencies in ICT subjects in primary and secondary schools in Kenya. It was found out that, through TEPD, there was a stronger links between pre-service and in-service systems of teacher education and enhancing the quality of teacher training through linking primary teacher training colleges (PTTCs) with the primary teachers who were already at work. Through TEPD, more than 18,000 teachers who were at work got ICT skills which they applied in their teaching and learning g process. TEPD has also provided equipments to support teaching and learning practice for the improvement of skills and techniques.  

Furthermore, Ann, (2007) conducted a study in Kenya on the Influence of In-service Teacher Training in Education and discovered that, helping teachers through in-service training develop self confidence in their professional competence and become increasingly autonomous as capable child-friendly school practitioners. It was also found out that, on-the-job training and support are most appropriate for building teacher competencies and maintaining momentum around the change process in classrooms and schools. In providing different in-service training, it is essential for teachers and head teachers to be more professionals for developing their schools and their own practices. 

Kenya Education Staff Institute has the responsibility of strengthening managerial and planning capacity of educational personnel in general through continued and expanded in-service training and staff development through TRCs. KESI develops the programmes and training materials. There are various categories of training under the in-service teachers’ programme which include a two year in-service course in Islamic integrated education (IIE) for pre-school teachers who serve in pre-schools and madrasa for Muslim children. This course is the same as the two year in-service course but aspects of Islam have been integrated. This course is organized in the form of discussions, workshops and seminars. It is participatory in nature and has strong practical bias. After this course, the teachers are awarded the same certificate as others but with an additional subject of Islamic integrated education (Fairhurst, G. etal. 1999).
2.11 Studies Conducted in Tanzania
Kiwia & Mujuba (1994) conducted a study, their study revealed that TRCs started in different parts of Tanzania as donor-funded initiatives of which they were the donors themselves who funded the smooth running of those TRCs. Upon the expiry of the contracts they signed, donors left the TRCs in the hands of local communities where operations ceased. The study done by Binde, (2000) in MOEC (2001) about Improving teacher education in Tanzania: The role of TRCs, shows the importance of Teachers resource centre toward teachers professional development, the study highlight on teachers professional development through the TRC system as a local support system for teachers competence building, material development, confidence building, peer support, reflection on own teaching and problem solving techniques.  This could be one way of taking the teacher toward the direction of continuous professional development.

Another study was done by Sumra, ( 2000)  through observation on TRCs and schools, he  found that teachers who had up-graded showed no difference in teaching skills, lesson preparation, questioning techniques, methods of teaching and classroom management compared to those teachers who had not up-graded. The findings show that the upgrading programmes are self-supporting the fees generated from the teachers who do the upgrading were used to pay the tutors who teach these classes. In rural TRCs it is found that it was difficult to get qualified tutors to teach teachers who were upgrading through TRCs in some cases form six levers were recruited to teach these upgrading classes. The study showed that, even in urban TRCs most of tutors were diploma holders teaching in nearby secondary schools while most of these tutors have no experience in teaching adult learners, methods used for teaching emphasis memorization and lengthy note taking.   

In addition, research findings shows that the strategy fails to live up to its promise because the general strategy fails to address the real needs of classroom teaching and learning in Tanzania. Most observers in Tanzania do not seem satisfied with the capabilities and performance of its primary school teachers. Maira (2009 conducted a study about effectiveness of TRC in primary teachers’ professional development in Mara region. The findings shows that TRCs in Mara region were functioning to promote academic component to teachers and other members of the general public rather than promoting teachers’ professional development.

Furthermore, Koda (2006) conducted a study to investigate the effectiveness of TRCs in Kilimanjaro and Mbeya Region and find out that expectations vested into TRCs of helping teachers develop their capacities, solving their problems, creating teaching and learning resources and effectively applying new ideas to teaching have not been realized. In fact (ibid) found that had very little impact on the quality of teaching and learning. Stephen (2012) conducted the study in Karagwe District about the role of Teachers Resource Centres to teacher’s professional development, the study revealed that the TRCs were not currently operating properly to achieve the  stated objectives of TRCs because teachers around TRCs did not get regular seminars and workshops though they badly needed them. He found that TRCs were currently useful mostly to teachers who are upgrading themselves in academic content spheres for example to seat for certificate of secondary Education (CSE) and (ACSE) and not in pedagogy. 
On the other hand, the study revealed the major problems faced by most of TRCs, are shortage of funds to run their activities, lack of relevant books and shortage of classroom. Moreover, Atanas (2012) conducted a study about the role of Teachers Resource Centres in teachers’ professional development and enhancing primary education in Zanzibar, the results from nine TRCs where the study was done showed that Zanzibar TRCs programmes are sustained by the school communities in which are set. The main contributors are all primary school teachers and pupils. This was possible because Zanzibar had a policy that needed all primary school teachers to contribute one thousand Tanzanian shillings, pupils one hundred each year. It is also found that the community effectively collaborated with TRCs to enhance the quality of education for their children.

 2 .12.The knowledge Gap
In Tanzania, a number of studies about Teachers Resource Centre have been reviewed. Sumra, (2000) Conducted a study on the effectiveness of the professional and Academic Upgrading of Grade B/C Teachers Offered at TRCs in various DBSPE supported districts in Tanzania. Binde (1999) conducted a study on the Teachers’ Resource centres- Baseline study in Tanzania; he examined the role of TRCs and Management of TRCs in improving primary school teachers’ classroom performance. 

Koda (2006) conducted a study to investigate the effectiveness of TRCs in Kilimanjaro and Mbeya regions. Maira (2009 conducted a study about effectiveness of TRC in primary teachers’ professional development in Mara region. Stephen (2012) conducted the study in Karagwe District about the role of teachers’ resource centres to teacher’s professional development. Moreover, Mary (2012) conducted a study about the role of teachers’ resource centres in teachers’ professional development and enhancing primary education in Zanzibar. Kiwia & Mujuba (1994) conducted a study on the sustaining the TRCs initiative in Tanzainia, their study revealed that TRCs started in different parts of Tanzania as donor-funded initiatives of which they were the donors themselves who funded the smooth running of those TRCs, as a result after donors left the TRCs in the hands of local communities where operations ceased. 












This chapter describes research design, research approach, area of the study, sample and sampling procedures, research ethics, data collection methods, validity and reliability of the instruments and data analysis plan are presented. 

3.2 Area of the Study
Kombo and Tromp (2006) contend that selection of the research area is important and it influences the usefulness of information produced, therefore the area should be relevant to research questions and objectives. The study has been conducted in Moshi Municipality. The region is located in the north eastern part of Tanzania mainland and the region covers an area of 13,209 sq km or 1.4 percent of the entire mainland. The region has a common border with Kenya in the north, to the southeast it shares border with Tanga region; to the south and west the region borders with Arusha region. Kilimanjaro region is divided into seven districts namely; Rombo, Mwanga, Same, Hai, Siha, Moshi Rural and Moshi Municipality. This study was conducted in Moshi Municipality, whereby five (5) clustered primary schools, Regional (Mawenzi) TRC and Muunganno Sub-cluster TRC were involved in the study.  The reason to select this area is because it is area where people are conscious about education; therefore it will be easy for researcher to collect data and get the reality about the study.

3.3. Research Design
A research design as Kombo & Tromp (2006) put in glue that holds all the elements in research together. They define research design as arrangement of conditions for collection and analysis of data in a manner that aims to combine relevance with the research purpose (ibid). This arrangement of conditions requires harmonizing the planned possibilities with workable and coherent practices (Cohen et al, 2005). Consequently, the research design is regarded as conceptual structure within which research was conducted in the field and it stands as advance planning of the methods to be adopted for collecting the relevant data and the techniques to be used in their analysis (Kothari, 2004). 

It is through design we make our research work portrays either quantitative or qualitative characteristics. This research study employed a case study design for it intended to get in-depth and holistic picture of the TRCs by evaluating programs objectives, resources and sustainability of the Teachers Resource Centres available in Moshi Municipal. A Case study design as Kothari (2004) argues allows further understanding of a situation by focusing on a total picture rather than breaking it down into variables. The goal of this design is to generate a holistic picture and in-depth understanding of a phenomenon under the study.

3.4. Research Approach
This study employed a qualitative research approach. Qualitative rather than quantitative inquiry is more appropriate for this study because it focuses on evaluating TRCs’ objectives and programs to gain understanding of the relationship between TRCs’ programs and primary school teachers’ professional development through training conducted in TRCs. Furthermore, qualitative research approach is the one that “seeks to understand the phenomenon in context specific setting such as real world setting”. (Edison in Meena, 2009)  This type of research approach is also chosen because it helps the researcher to get rich information from the respondents. The need for rich information is very pivotal as it helps the researcher to gain deeper and clear understanding of knowledge, experience and feelings of the topic under the study (Golafshani, 2003).

3.5 Target Population of the Study
According to Kombo &Tromp (2006) population refers to group of individuals, objects or items from which samples are taken for measurements. Cohen et al (2000) also define population as consisting of individuals, or things or elements which fit a certain specification. Christensen & Johnson (2010) define population as a large group of people to whom the results of the study are to be generalized. In this study therefore, the population were all primary school teachers, TRC coordinators, TRCs Tutors, TRCs librarians, Heads of Primary schools and educational officers or administrators such as DEO, REO, and WEOs.  

3.6. Sample Size
According to (Omari, 2011) a sample is small proportion of a population selected for observations and analysis. Kothari (2004) defines a sample as a set of respondents selected from a large population for the purpose of collecting information. The sample of this study is 66 respondents, included primary school teachers (40) from selected primary schools, four (4) Ward Educational Coordinators, (05) TRC coordinators  four (4) TRCs Tutors (05)  Heads of primary schools from selected primary schools, (03) Librarians and (05) Regional and district Educational Officers.
Table 3.1: Sample Composition and Characteristics by Category       
















3.7. Sampling Procedures 
Sampling procedure refers to the process of selecting a proper sub-set of the elements from the population so that can be used to draw the inferences and make generalization on the population (Bryman, 2004 & Babbie, 1995). For the purpose of this study, the purposive sampling and simple random sampling were employed. 

3.7.1 Purposive Sampling
Purposive Sampling enables the researcher to sample on the basis of her or his judgment (Schwandt 1997). It is non-probabilistic sampling used to identify participants. In this study the researcher used purposive sampling to obtain respondents like, REO DEO, WEC TRCCs, Librarians, and Heads of Primary Schools. These respondents were purposively selected because they had first hand information on the achievement of TRCs’ Objectives as they participate directly in the running of TRCs day to day activities. Also purposive sampling was used to get five public primary schools and TRCs to render comparative between rural schools and urban schools on how they use TRCs for professional development three (3) public primary schools were selected to represent urban schools given letters A, B, and C, while two (2) public primary schools were also selected and given letters D and E to represent rural schools.

3.7 2 .Simple Random Sampling
Simple Random Sampling is a technique in which every item of the universe has equal chance of inclusion in the sample (Bryman, 2004). Simple random sampling was used to obtain teachers who had attended TRC programs and TRC tutors from their respective schools and TRCs. The researcher got the names of teachers who had attended TRC programmes from the TRC Coordinators and head teachers, and then the names were written on the pieces of papers, wrapped and then put into container and mixed. Eventually, the researcher picked up eight (8) pieces of papers randomly. The names on picked up papers were included in the sample for each school.

3.8. Methods of Data Collection 
Research methods are referred to the ways the researcher uses to collect the data from the respondents (Kothari, 2009). For the purpose of this study qualitative method was used.
3.9 Research Instruments 
The choice of instruments depends on the purpose and objectives 0f the study. The employed the different instruments (Triangulation) to increase the probability of getting highly accurate, valid and reliable information. The instruments used were: interview, Focus Group Discussion, Observation schedule and Documentary Review.

3.9.1 Interview Guide
According to Kothari (2004) an interview as instrument of collecting data involves presentation of oral-verbal stimuli and reply in terms of oral-verbal response. For the purpose of this study, the semi-structured interviews were employed. According to Cohen and Crabtree (2004) semi structured interviews are characterized by the use of an interview guide and an engagement in formal interview by the interviewer and interviewees or respondents. An interview guide is referring to a list of questions or topics that need to be covered during the conversation. 

Furthermore, it is asserted that semi structured interviews are useful in the collection of rich qualitative data due to their flexibility, being focused and time-effective (Patton, 2002 in Mtahabwa, 2007). Through this instrument, the types of data that was collected using this method were how TRCs contribute in improving the quality of teaching and learning in schools and understanding the challenges facing TRCs in providing in-service training to primary school teachers in Moshi Municipal. The interview was tape recorded to facilitate storage and retrieval of information for accurate data analysis. However, in order to complement the tape recording, the researcher took notes on some issues in a not book. In this type of interview, open ended questions was used as it is asserted that they allow respondents to answer as much as they wish, and they were free to add the remarks (Morrison, 2010). The interview was used to Educational Officer like REO, DEO s and WEC, TRCs Coordinators, TRC Tutors, Librarians and Heads of Primary schools.

 3.9.2. Focus Group Discussion (FDG) Guide
This study used of focus group discussion techniques to collect information from teachers who were involved in the in-service training in TRCs. About   forty (40) teachers were involved in discussion whereby each group comprised eight (08) teachers who were involved in the discussion from each school to get opinions, feelings, and perceptions on how TRC programs helps in promoting the professional development of primary school teachers and suggestions on how to improve in-service training for teachers through TRCs. Furthermore, focus group discussion helps the direct Clarification of issues and responses among the participants and between participants and facilitators to be easy (Jonson& Christensen 2012). The group was composed of both male and female teachers. A tape recorder and note taking technique was used to record or catch data and information to facilitate data analysis.

3.9.3 Observation guide schedule
Observation refers to watching the behavioral patterns of people. In research, observation is defined as the watching of behavioral patterns of people in certain situations to obtain information about the phenomenon of interest. Observation is an important way of collecting information about people because people do not always do what they say they do (Jonson& Christensen 2012), Best and Khan (1993) argue that observation technique is used to study complex behavior patterns to overcome the limitations of the self-report method and yield more data. The advantage of using the observation technique is that the natural behavior of respondents can be observed without being influenced or manipulated by conscious feelings.  For the purpose of this study, the researcher observed facilities available in TRCs like classrooms, offices, store, tables, chairs teaching and learning materials and condition for teaching and learning including methods used during instructional time. 

3.9.4 Documentary Review
Is a data collection technique refers to analyzing and deriving of relevant information the researcher interested in reviewing included admission registers, academic time tables, and academic results and other related documents that would show academic activities carried out in TRCs. The researcher reviewed some documents so as to get secondary data these sources included ledger books, reports, newspapers, journals, articles, pamphlets, brochures text books, modules and programme manuals used in sampled TRCs. Further, in education department registry, the researcher accessed secondary information from various employees’ personal files on their consent, monthly reports from Ward education Coordinators and Primary Education Development Programme (PEDP) performance reports. Information from these sources was useful in enriching and complementing the information and data obtained from primary sources.

Documentary review has the advantages of providing vast amount of information. It is cost effective and provides data that are permanent as well as available in a form that can be checked by others. However, the method is limited by the fact that it relies on something which has been produced for other purposes and not for the specific aims of an investigation (Denscombe, 1998).

To avoid these limitations, the researcher reviewed only those documents which were relevant to this study. 

3.9. Validation of Instruments
In qualitative study; more researchers argue that the term validity is not applicable, though there is a need to have a qualifying check or measure for qualitative research (Golafshani, 2003).Due to this conflict of ideas, different terms have been adopted by different scholars to mean validity in the qualitative research namely; quality, trustworthiness and rigor (ibid.). Hence in qualitative research validity is an accuracy and trustworthiness of the instruments, data and findings in the study. Trustworthiness helps to establish confidence in the findings (Lincoln &Guba, 1985 in Golafshani, 2003). 

Johnson & Christensen (2012) defined validity as the correctness or truthfulness of an inference that is made from the results of a study. In order to get valid data, the instruments in this study were refined and modified according to the purpose of the study and the research questions. Reliability according to Johnson & Christensen (2012) is the consistency, stability, or repeatability of the results of a study.  In this study, the Validity of measurement of the instruments is the extent to which they measure what they are supposed to measure. The following techniques were used to maximize the validity and reliability of instruments:
 First, triangulation, according to Patton (1999) implies a combination of different data collection methods in the field work. It is observed that studies that use one method are vulnerable to errors of the particular method. It is argued that triangulation helps to control bias (Golafshani, 2003). According to Patton (1999), one among many ways that are used to verify the trustworthiness of the study is data source triangulation. In this type of triangulation, Patton (1999) asserts that the main focus is to compare the data collected from different sources, compare the peoples’ perspectives from different point of view so as to come up with a single, totally consistent picture. In this study, triangulation of both data source and methods were employed by comparing head teachers understanding and classroom teachers understanding of Teacher Resource centre as well as the use of interview and focus group discussion methods during data collection. The use of multiple methods enabled the researcher to control instrumentation error and be able to cross check data.

Second, Thick description:  According to Ponterroto (2006), this is referred to as the “interpretation of what has been observed or witnessed”. It is argued that in describing and interpreting these observed behaviours, the researchers are required to assign the purpose and intentionality of the behaviours according to the context. Moreover, it is observed that thick description helps to capture feelings and thoughts of participants.  Furthermore, when used in describing the results, thick description involves the use of participants’ voices such as the use of the long quotes from the participants or experts (Ponterroto, 2006). In light of this context, this study therefore used several quotations from participants as well as descriptions to make the reader develop insights into and have a feel of the meanings contained in the data collected.
Third, back translation is referred to as the process of translating materials from its original language to different language (Chrisler and McCreacy, 2010). One of the aims of this process is to make easy communication with informants (Mtahabwa, 2007). In this study, the interview schedules and focus group discussion guide were translated into Kiswahili for easy communication with participants in the field and then back into English when writing the report.

3.10 Reliability of the Instruments
Watson (2010) asserts that reliability is the extent to which a tool will make the same measurement each time it is used. It is about the consistency of the data due to repeatability of instruments. For this study, triangulation was used to test and maximize the reliability of the instruments. Unlike to quantitative research, in the qualitative research, reliability aims at removing the researchers’ bias in the findings. To enhance the reliability in the qualitative study Mathison (1998) in Golafshani (2003.p.603) and McMillan &Schumacher (2006) in Bashir, (2005) recommend triangulation as typical strategy for improving both validity and reliability. In this strategy Bashir, (2008) asserts that to enhance the reliability of qualitative research two things must be put into account firstly is the use of multi-method and secondly spending enough time in the field. In this study, the researcher used enough time in the field collecting data and the data has been collected using different tools so as to maximize the reliability of the study.

3.11. Data Analysis Process
Bogdan & Biklen (1992) as quioted by Kasonde (2010) define data analysis as a systematic process of working with data, organizing and breaking them into manageable units, synthesizing them, searching for patterns, discovering what is important and what is to be learned and deciding what to tell others. Much information is expected to be qualitative in nature. These data were collected and classified, organized and categorized according to themes and the meaning they present. For the purpose of this study content and thematic analysis was used.

3.11.1 Content Analysis
Is one of the techniques used in data analysis in qualitative research that involves a set of procedures to make valid inferences from the text (Conn away & Powell, 2010) Furthermore, as data analysis technique it is based on the premise that many words from the interview, observation and focus group discussion reduced to categories in which words share the central meaning. Content analysis “involves working with data so as to organize, break it, synthesize so as to discover what is important, what is to be learned and decide what to tell others” (Connay & Powell, 2010). For the purpose of this study, the researcher listen the tape recorder several times and re-read the entire interview, and then researcher broke down the interview into separate statements and paragraphs according to the questions in the interview guide. This formed the content from which respondents understand professional development through programs conducted in TRCs.

3.11.2. Research Ethics







4.0 DATA PRESENTATION, ANALYSIS AND DISCUSSION OF FINDINGS
4.1 Introduction
This chapter covers the presentation and discussion of findings about an Evaluation of Teachers’ Resource Centre’s objectives towards primary school teachers’ professional development in Moshi Municipality. Data analysis was done in line with the research tasks of the study. The first research task was to investigate the relevance and relationship between TRCs objectives and the actual programs conducted. The second research task was to assess the challenges facing TRCs in achieving their objectives. The third research task was to find out the measures taken to overcome the challenges facing TRCs in achieving their objectives. 

Overall, the discussion of the findings were guided  by  the  Modified Stuff beams Evaluation Model (CIPP) conceptual framework which  emphasizes evaluation of the context objectives formulation, inputs processes product and outcomes as the important components in evaluation of objectives of any program .The study was conducted  in Mawenzi TRC ,Muungano sub-cluster and five public primary schools in Moshi municipality.

4.2 The Relationship between the actual Programs Conducted at TRCs and the TRC Objectives
The relationship between the actual programs conducted at TRC and the formulated objectives is very important for the success and sustainability of a particular organization. The first research task set to investigate the relationship between the programs which are contemporarily conducted in TRCs as per its objectives and teachers’ professional development. The investigation was done by probing the views of DEOs, TRCCs, TRC facilitators, and WECs through interview. Data revealed that professional programs such as seminars, workshops discussion of difficult Topics are rarely used to be conducted in TRCs so as to make Teachers up to date.

4.2.1 The Actual Programs Conducted at TRCs
Before finding the Relationship between the actual Programs conducted at TRCs and the TRC Objectives towards primary school teacher’s professional development, the researcher investigated the actual Programs conducted at TRCs and evaluated if they really improved teachers’ quality: both professionally and academically. Data for this question was collected from three (3) TRC coordinators, three (3) TRCs facilitators, two (2) librarians and three (3) officials from educational department at Moshi Municipality through interview. 

The findings revealed that all 11respondents (100percent) agreed that in principal, currently TRCs function very minimally toward teachers professional development .Moreover, findings from focus group discussion among forty (36) teachers conducted at different sessions in five (5) public primary schools revealed that, the programs of upgrading  the grade 111B/C teachers conducted in TRCs was relevant to the TRC objectives. It is clearly stipulated that TRCs in Moshi Municipal were supposed to strive to achieve the following objectives as could be read on the wall chart at Mawenzi TRC:
1.	To promote interaction between the TRC management and the entire community including teachers, parents and educational management at different levels.
2.	To promote education standards and academic development at cluster level.
3.	To function as a distribution centre for school instructional materials (text and references books, exercise books and other materials).
4.     To improve students’ performance

  However, all focus group discussions added that the TRCs within their catchment areas were not currently operating properly to achieve the stated objectives because teachers around did not get regular seminars and workshops though they badly needed them. Respondent from school A, B and C put it clear that TRCs were currently useful mostly to teachers who needed to upgrade themselves in academic content spheres and not in pedagogy. In this regard, one respondent in the focus group discussion from school A put it:
    “Our TRC nowadays is benefiting our fellow teachers who want to sit for the Form six examinations more than the way it does to the rest of us. Even those who are re-sitting form four examinations can see the TRC to be Useful.  Because they use the library to get relevant reference books despite the fact that some of the text books are no longer relevant and are not read at all. However, many Teachers have despaired to come to TRC”

Moreover, findings from school D revealed that in most cases the  TRCs are currently used in facilitating members of the  general public, including teachers who sit for Advance Certificate for Secondary Education Examination and those who are re-sitting form four Examinations.

When asked what the programs were currently offered at their TRCs, five (5) out of eight (8) respondents from school C and E in focus group discussion could only identify the academic subjects (mostly Arts subjects) taught in   Ordinary and Advanced Secondary Schools levels and Qualifying Test (QT) programs. It was reported that TRCs were mainly used   as venues for facilitation to anybody in need to enable them to sit for the National Examinations. Junior teachers argued that they were not aware of the existence of special planned programmes in favor of their professional development conducted in the TRCs. Respondents from schools C, D and E in focus group discussion reported that TRCs now days have been used as tuition centers for those who are upgrading themselves academically,

 Interview with three (3) Coordinators of TRC revealed that it was not possible to plan and run specific programmes of professional development because every TRC run short of funds to run the intended programmes. In an interview with the Mawenzi TRC Librarian on whether Mawenzi TRC which is regional TRC was operating in line with the set objectives or not, the findings were not encouraging. The question assumed basically that in the TRC, the teachers could be expected to be the primary clients. Instead, it was revealed that teachers accessed the TRC Minimally especially with regard to the promotion of teacher professional development. The librarian reported that up to then TRC’S classroom had been used to offer QT programmes, (ICT) computer programmer and study room for those who are upgrading themselves academically. For example those who are re- sitting form four examinations and form six examinations. One librarian reported that:
“Up to then TRC’s classrooms are used by all members of the public. In general, teachers are not attending to these classes for programs since courses related to their Professions are no longer offered here rather than seasonal seminars. The basic reason is the failure of having funds”


The finding are similar to the finding by Maira (2009) that TRCs in Mara region were functioning to promote academic component to teachers and other members of the general public than promoting teacher professional development. In such instances, it seems currently the TRCs are not operating to achieve the intended set objectives; rather they operated to guarantee their survival. Which seems to be what the Mawenzi TRC reported that part of the cluster’s rooms had been used by QT students and academic subject resiters. 

Interview findings with TRC coordinators revealed that TRC in Moshi municipal, helped grade IIIB/C teachers to upgrade to acquire grade IIIA teaching qualification. They also reported that currently teachers seldom went to TRCs for both consultation and accessing the library facilities, and classroom instruction. Those few teachers attended in the TRC library mainly aimed at preparing themselves to sit for form six secondary education examination and those who are studying distance education at Open University of Tanzania. During the focus group discussion with classroom teacher in school A, B and C, It was revealed that the district education office did not pay much attention to the effectiveness of the   TRC’s staff appointees.  Apart from not exposing them to in-service training for capacity building even some of the appointed TRCCs were diploma holders. On the other part, Four (4) TRC facilitators reported that seminars and discussion on difficult topics are conducted at TRC. 
 
It was found from Focus group discussion with teachers from schools A, B, and C that all four TRC facilitators (100%) reported the TRCs were mainly used for conducting discussions on the difficult topics, workshops, and tuitions on academic development. Interview with three TRC coordinators revealed that seminars, workshops on teaching methodology, discussion of difficult topics and upgrading courses were also conducted at TRCs. However, they insisted that these professional programmers are rarely provided; and that they are provided once after two years or whenever curriculum changes occur. One of the TRC coordinators added that TRC programmes are identified through needs assessment based on; 
i.	Suggestions and recommendations from school inspectors report 
ii.	Evaluation of the results of standard four (IV) and standard seven (VII) National examinations. 

In addition, all TRCCs revealed that planning of TRC programmes involve district education officer or academic officers, school inspectors and six best teachers in respective subjects. Also the TRCCs added those programme participants are nominated on the basis of their subject of specialization. The duration for conducting seminars or workshops depended on the demand and financial position of the district education department and it could not exceed five days.

One respondent from muungano sub cluster TRC reported that library services were also provided for those who needed to read some books. Findings show that professional programmes were conducted rarely (seminars and workshop). They were provided once after two years or whenever a curriculum change occurred. The reason given was that such programmes were sponsored by the DEOS office only. Teachers did not contribute anything to professional programmes like seminars or workshops because it is only for the effective teaching and learning process. 

However, contrary to the views of the respondents, professional development is very important to any career. URT (1995) informs that teachers’ professional development constitutes an important element for quality and efficiency in education. Teachers need to be exposed regularly to teaching consonant with the ever changing environment. Thus, teaching effectiveness of every serving teacher needs to be developed through planned and known schedules of in-service training programmes. That in-service training and re-training shall be compulsory in order to ensure teacher quality and professionalism.

4.2.2 The Relevance and Relationship between the Actual Programs Conducted in TRCs and the TRC Objectives
The researcher intended to investigate the relevance and relationship between the actual programmes conducted at the TRCs and TRC objective, the researcher collected data from the REO, DEOS, and TRCCs through interview and used focus group discussion to collect data from teachers. All teachers in focus group discussion agreed that seminars, tuitions and workshops conducted at TRC were relevant and matched TRC objectives. Further, one respondent from school B said that library services offered by TRC were also relevant because there are some of books which help teachers to get reference, knowledge and techniques on how to teach pupils.

Furthermore, the REO DEOS, and TRCCs were interviewed on the relevance and match between TRC programs and TRC objectives. The REO and all two (2) DEOS reported that seminars, workshops, tuition and library services conducted by TRCs are relevant and matched TRC objectives. One DEO reported that public meetings conducted at TRC were not relevant program to TRC objectives. Moreover, the interview with TRCCs revealed that TRC programs were relevant and correlate with TRC objectives that, seminars, workshops, library services, tuition and educational meeting conducted at TRC correlate with TRC objectives, one TRCC from Mungano cluster TRC did not regard meetings conducted at the TRC as a relevant programme because most of them are not profitable to teachers for example political meetings.

From the data, most programmes such as seminars, workshops, library service, and tuition were considered relevant to TRC objectives with exception to political meetings, which were considered irrelevant. Generally, it was found that the programmes carried out at the TRCs are relevant and correlate with TRC objectives. The findings match with the conceptual frameworks which insist on the relationship between TRC objectives and TRC programmes.

4.2.3 The Achievement of the TRC Objectives
The investigation was done by probing the perceptions of REO, DEOs WEC and TRCCs facilitators. Interview revealed that TRCs achieved their objectives during upgrading of grade IIB/C. Focus group discussion with teachers who attended TRC programmes indicated that TRCs achieved their objectives. 36 teachers out of 40 said that TRCs well achieved their Objectives. 

Four (4) teachers out of 40 teachers reported that now days TRC are seem to be dormant because they are rarely used by teachers for in-service training, so indicating that TRCs were acting against their intended objectives. One out of forty 40 teachers was neutral about the achievement of TRC objectives. Moreover, among the TRC facilitators, three (75%) out of four (4) facilitators held that TRC objectives had been achieved while one (1) (25%) out of four (4) TRC facilitator held that TRC objectives had not been achieved. In addition, Ward educational coordinators were asked the same question, three (3) (75%) out of four (4) WECs viewed that TRC objectives had been achieved. Three (3) out of four (4) TRCCs said that objectives had been achieved despite the challenges facing TRCs.

Furthermore, one (1) out of four (4) TRCCs was neutral about the achievement of TRC objectives. He viewed that TRCs were playing only one role of developing teachers academically while ignoring teachers’ professional development. To him achieving academic objectives does not imply achieving TRC objectives.  He had this to say:
“I believe that leaving teachers untrained despite the tremendous changes in Science and technology is the same as stepping backward in all realms of life.”

  He implied that changes occurring in each realm of our lives need knowledge in order to cope with them. That is teachers are the tool used to interpret the changes to the society through educational institutions. Teaching profession is thus important in facilitating society to cope with such changes. Teachers are interpreters of the curriculum changes to the society. Therefore, if teachers are not aware with the changes occurring in the world, our society especially new generation will be marginalized.

Furthermore, the researcher conducted interviews with the REO and DEOs. An interview with REO revealed that, TRCs’ objectives had been achieved because most of the teachers used TRCs for upgrading from grade IIB/C to grade IIIA. Generally, the study concluded that TRC objectives had not been perfectly achieved since the study observed that some of the objectives of TRC mentioned in chapter two page 27 had not been achieved, for example maintaining suitable loan services of the available materials to community members, providing adequate facilities as well as guidance in the right way of applying learning materials, advising students and teachers alike on their individual enquiries, serving as a distribution center of teaching and learning materials. Other objectives are at least in a weak manner having been achieved. This conclusion is also supported by the findings by shoo (2004) who found in her study that TRCs in the country were not operating to the maximum.

4.3 Challenges Facing TRC in Achieving its Objectives?
The purpose of this research task was to explore the challenge facing TRCs in the process of achieving the intended objectives. Teachers and WECs were consulted on this issue through. Moreover, interview with TRCs were conducted on this issue. Respondents were asked to identify and explain the challenges which face TRC in achieving its objectives.

4.3.1 Challenges Constraining TRC Objectives
Focus group discussions were used to collect information from teachers while interview was used to get information from ward education coordinators, TRCCs and TRC Tutors. Thirty six (36) out of forty (40) teachers identified the challenges like poor financial support, lack of teaching and learning materials, incompetent tutors, poor infrastructure, poor teachers’ attendance and absence of library services. Two (2) out of forty (40) teachers added teachers and community ignorance on the TRC objectives as a challenge in achieving TRC objectives.
Three out of four (4) ward education coordinators identified poor infrastructures and lack of financial support, poor library services, incompetent TRCCs, poor transport and communication as the challenges facing TRC. One (1) out of four (4) Ward Education Coordinators mentioned disease as one of the challenges to TRC in meeting its objectives. He held that teachers like any other public servants are attacked by different diseases which restrict them to attend TRC programmers.

In addition, the study conducted interview with TRCCs about the challenges facing TRC. Three (3) out of four (4) TRCCs pointed out multi job descriptions to TRCCs as a challenge. They noted that TRC coordinators work as TRCCs and WEOs at the same time. Moreover, inadequate time allocated to TRC programmes, lack of office stationary and lack of reference books were also mentioned by TRCCs as challenges to TRC objectives achievement. Long travels from working place to TRCs and teachers ignorance were also identified as the challenges facing the achievement of TRC objectives. Additionally, TRCC of Mawenzi added new technological changes and poor programmes arrangement as the challenges facing TRC in meeting its objectives achievement. In addition, lack of motivation among tutors at the district and cluster level challenge revealed by the TRCC of Mawenzi centre was the location of TRC; she said that most of TRCs are located in urban areas. Table 4.4 below shows distances between the TRCs and the school.

Table.4.1: Distance from schools to the TRCs
S/N	TRC	Distance to the nearest school	Distance to the farthest school
1	Mawenzi	100mt	2klm
2	Muungano cluster	200mt	3klm
Source: Field Data (2016)
In supporting their claims, the TRCCs maintained that teachers from the farthest school face a big challenge in accessing TRC services like library and rooms for discussion. Overall, both WECs and teachers pointed out that TRC face difficulties in achieving its objectives. They said that the challenges hinder the provision of in service training which would help teachers to improve professionally and academically. This makes teaching and learning process difficult.

Furthermore, observation made by the researcher revealed: poor infrastructure (classrooms, latrines, library, offices, workshops, stores), shortage of relevant books, references and journals, shortage of furniture such as chairs and tables as challenges to most of TRCs. Lack of electricity at some TRCs also hindered the use of modern facilities like computer. Table 4.2 below shows the real situation of facilities in the visited TRCs















AV = Available 
Short = Shortage
Source: Field Data (2018)
Table 4.2 Shows that the available facilities are not adequate in relation to the number of users of TRCs. It was revealed that in some TRCs, lack of electricity hindered the use of computers. According to the table 4.2, some of the TRCs do not have enough libraries; this problem hinders teachers to acquire new knowledge from books, journals, newspapers and other current sources of materials. In general the facilities available at the visited TRCs were inadequate.

The challenges mentioned above like poor financial support, lack of teaching and learning materials, poor infrastructure, incompetent tutors, absence of libraries and long distance hinder the achievement of TRC objectives. Such challenges need serious solutions to overcome in order to enable TRC achieve its objectives. If Ministry of Education science and Technology fails to help overcome the challenges facing TRCs, the problem of poor performance will never be solved. These findings match the findings by (Shoo, 2004). In addition, Mushi, (2003) argues that TRC staff feels the effect of lack of resources resulting to constrained capacity. He also adds that the most weakness of TRCCs is their failure to communicate with their cluster schools. He adds that more than 75% of TRC libraries are extremely small and do not look like library rooms, they are like book stores where modules are dumped in uncovered boxes. 

According to Stuff beams and Shrink field (1985), such challenges make the achievement of TRCs objectives difficult. Stuff beams Evaluation Model (1985) stipulates that the availability of inputs like infrastructure, tutors, finance, teaching and learning materials, library services and TRC staff is very important for the achievement of the TRC objectives. This suggest that the MEST should first evaluate all important elements for the achievement of the TRC objectives like TRC inputs, TRC process, TRC outputs and TRC outcomes. This implies the effective conduct of seminars, workshop, short and long courses and provision of skills on producing and developing materials. Consequently, there will be a good TRC outputs in the form of competent teachers. Good TRC outputs leads to good outcomes such as better classroom interaction, effective teaching, good socio-economic status, better life skills and improved primary education.

4.3.2 Sources of the Challenges Facing TRC in Achieving its Objectives
The researcher was interested to investigate the sources of challenges facing TRC in achieving its objectives. The information was obtained from REO, DEO and TRCCs through interview. All four (4) TRCCs said that there are different sources of challenges which are facing TRCs. They reported the exclusion of TRC in the council’s plans and in the government structure as a main source of financial problem. They also said that there is no specific budget for TRCs. This hinders TRCs in running their activities. Another source of the challenges was that most of the administrators did not see the importance of TRC. As a result they discourage any training programme planned by TRC, arguing that they are expensive.

The same question was posed to DEOs and REO. All three (3) DEO and the REO concurred with the TRCCs that poor government planning was a major source of TRC challenges. They observed that even the Primary Education Development Plan (PEDP) does not include TRC as its focus contrary to UPE which instructed each cluster school to contribute 2% of its earning to TRC. One DEO added that most Teacher Resource Center Coordinators (TRCCs) are not creative. Hence, they fail to generate income for the centers. He maintained that most TRCCs had no management skills. Additionally, the REO said shifting secondary schools from central to local government has added burdens to TRC. This is because teachers’ demands have increased while the infrastructures have either remained the same or decreased.

Generally, the findings show that poor government planning and lack of fund were the major sources of most challenges facing TRCs in achieving their objectives. Quist & Omari (1966) argue that, despite the policy statement on promotion of TRC in the country, it has not yet been translated into operational terms national strategies are not yet in place. TRCs have not yet been institutionalized to become an integral part of the education system hence no government budget is specifically set for TRC purposes.

Hunt (1966) argues that fund is very vital for a firm an organization to achieve desired goals. He maintains that finances have been very central to all management procedures; without which, the organization cannot exist. Thus, financial resource as one of the inputs is important resource required by an organization in order to achieve the desired goals. TRC is to act upon this input so as to yield targeted output in an efficient and effective manner. This is conquering with the conceptual framework of this study which considers finance as a very important input for an organization to progress. The finding is also in line with a base line study conducted by Ministry Of Education and Culture in 1999 and a study of ten TRCs carried out for the District Based Support to Primary Education (DBSPE) programmer by Sumra, (2000). The study highlighted lack of integration of TRC into the education system; pointing out of horizontal and vertical linkages to support TRCs efforts.

4.4 Measures taken to Overcome the Challenges Encountered by the TRCs
A part from identifying the challenges facing TRC and the sources of the challenges in the process of achieving the TRC’s intended objectives  the present study investigated the measures taken to overcome the challenges facing TRC in achieving its objectives. The study derived data through interview with REO, three (3) DEOs and five (4) TRCCs. The researcher interviewed the REO, DEOs and TRCCs in order to know the measures taken to solve challenges hindering TRCs in achieving the intended objectives. The REO said that his office gives teachers permission to attend TRC programmers in order to solve the problem of poor attendance of teachers in TRC.

One (1) DEO responded that his office provides stationeries and fuel to overcome the challenge of lack of office stationeries to TRC and transport of TRCCs (Most of them have their own motorcycles but do not have fuel). Furthermore, he solved financial problem of TRC by including TRC program in the 2009/2010 budget. Other four (4) DEOs and five TRCCs did not report any measures for overcoming the challenges. They attributed all the problems to lack of budget for TRC. Furthermore, to solve the problem of incompetent tutors, TRC Coordinators held that they negotiated with graduate teachers to teach candidate who planned to seat for Qualifying Test, form four or form six examinations.

Generally, the overall findings reveal that REO, DEO offices support TRC by providing areas for buildings, human resource TRCC and teachers as trainee of the TRC. Nevertheless, the findings show that TRCs have no budget allocated by the Mo EVT or local government. Hence, the study concludes that the measures taken by REO, DEOs and TRCCs have a little impact to the achievement of TRC objectives. Mushi (2003) said that TRCs are left as an orphan. That it faces severe lack of finance, physical infrastructure and human resource. Shoo (2004) supports the findings by saying, “when TRCCs were asked if they have struggled to overcome the TRC challenges, they responded that they had nothing to do with the challenges”.

4.4.1 Relevance and Sustainability of the Measures Taken to Overcome the Challenges Facing TRCs
The study wanted to learn the relevance and sustainability of the measures taken to solve the challenge facing TRC. Interview with TRC Coordinators and TRC facilitators on this task, respondents were not aware of set mechanisms on the TRCs sustainability. Mawenzi Coordinator argued:
 “Actually sustainability of TRCs is a far fetched dream, to put in reality.  That the concept is perceived differently by different actors while some Teachers regularly attack us, the Coordinators, for poor functioning of TRCs, the District Council pays less attention to TRCs in terms of budgetary support”

On the other hand, an Interview with DEOs when interviewed indicated that there were no any efforts done by District education office to make sure that TRCs operated on their daily basis instead of erecting  TRC structures in some Districts. The finding is also in line with a base line study conducted by Mo EC in 1999 and a study of ten TRCs carried out for the District Based Support to Primary Education (DBSPE) programmer by Sumra, (2000). The study highlighted lack of integration of TRC into the education system; pointing out the horizontal and vertical linkages to support TRCs efforts.
CHAPTER FIVE
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
5.1   Overview 
This chapter presents the summary, conclusion and recommendations of the study. 
The chapter is organized into three sections. Section one presents the summary of the study, section two gives a brief reflection on the findings and section three highlights some recommendations on the areas that call for further research.

5.2   Summary of the Study
This study evaluated the achievement of TRC objectives in Moshi Municipality. Specifically, the study investigated the relationship between TRC programmes and TRC objectives; it assessed the challenges facing TRCs in achieving its objectives.The last task was to find out the measures taken against the challenges encountered by TRC in achieving its objectives. The study was mainly qualitative guided by adopted and modified 1971 Stufflebeam’s Model of Curriculum Evaluation (CIPP).

Review of related literature focused on origin of TRCs globally and its spread to the other part of the world including Tanzania.  Few studies such as Shoo, (2004) and Mujumba, (1995) inspired this study. Such studies dealt with the impact of donors support to TRCs and the management and sustainability of TRCs in Tanzania. Researcher employed interviews, focus group discussion, documentary review and observation as methods of data collection. Data were subjected to content analysis for interpretation.  
5.3 Major Findings of the Study
5.3.1 The Relationship between TRC Objectives and the actual TRC Programmes 
The first research question sought to investigate the actual programmers conducted at TRC in order to improve teachers’ quality. The study found that TRC programmes focus on the academic development than professional development.  Currently there was no specific programme that was being run at Moshi Municipality TRCs aimed at teacher professional develop development, the reason behind the practice is that academic programme are supported by teachers and community members themselves. On the contrary, professional programme were planned by DEO’s office, school inspectors and best teachers in the respective subjects and are supported by the DEO’s office whenever fund allows. The former programme which was designed at Ministerial level to enable Grade IIIB/C to upgrade to Grade A ceased from being operational since 2006 when those teachers sat for the final examination which was set marked by Ministry of Education.

In terms of relationship between TRC objective and TRCs programmes, the study found that TRCs objectives and TRC programme were highly related despite the achievement of the TRC objectives being influenced by the financial position of the district councils. In terms of resources, the study found that in general all TRCs fell short of physical, fiscal and human resources .The findings further found that the available TRC coordinators were ineffective as they lacked in-service trainings. TRCs has shown insufficient in terms of physical facilities like chairs, library structures transportation facilities.
5.3.2 The Challenges Constraining the Achievement of TRC Objectives 
The findings show that TRC faces a lot of challenges grouped in three categories: Financial, human resources, and physical problems. Such challenges exist because there is no budget for TRC by the district councils. Moreover, the Ministry of Education science and technology Training is irresponsible for the sustainability of TRCs. This is against the views of the Stufflebeam’s Evaluation Model (1985) which argues that the evaluation of input must be considered in order to get success of an organization or programme.

5.3.3 Measures Taken to Overcome TRCs Challenges
 Regarding the measures taken to overcome challenges facing the achievement of RTC objectives, the study revealed that there were no effective measures to overcome TRC’ s challenges. That is, all that are done by responsible officers is just to provide area for TRC building, not building materials or financial support. 

5.4 Conclusions
Based on the findings of this study, it is concluded that TRC objectives have not been achieved perfectly. Most of the TRCs professional programme like seminars, workshops, discussions on difficult topics, skills on producing and developing teaching and learning materials are not frequently conducted. Only academic upgrading courses are provided in TRCs. That is, despite the relevance of TRCs programme and relationship between the TRCs programmers and the TRCs objectives; the achievement of the TRC’s objectives is still the problem. TRC is facing many challenges in the achievement of its objectives. This implies that if the Ministry of Education science and Technology does not find out effective solution to the challenges, TRCs will never achieve their objectives and the problem of having incompetent teachers will exist, hence poor pupils’ performance in examinations and poor school outcomes.

Regarding the relevance and sustainability of the measure taken to overcome challenges facing TRC in achieving its objectives, it can be concluded that there was no relevant and sustainable measures taken to solve TRCs problems. Most of TRCs were reported to be closed and others are just used as upgrading centers. Hence, teachers still face difficulties in teaching and learning process and hence poor performance of students. This hinders the achievement of TRC objectives and educational goals in general.

5.5 Recommendations for Action
Based on the findings and the conceptual framework used, the following recommendations are given:
i.	TRC objectives (formulated from needs assessment) should be supported by quality inputs and effective implementation in order to get the intended products which can bring good outcome to society
ii.	Both professional and academic programmers must be given equal emphasis.
iii.	Community members should be educated, mobilized and sensitized on the importance of TRCs so that they can contribute to make TRC effective through the media (News papers, newsletters and television)
iv.	The Ministry of Education science and Technology should motivate and encourage individuals to establish their own TRC like they do with schools and run them effectively. This will reduce the problem of trainees traveling long distances to get training, and it will reinforce competition and hence bring improvement in the services offered.
v.	Efforts should be made to increase material resources, which seem to be the major problem in TRCs.
vi.	The Ministry of Education science and Technology in collaboration with municipalities/district councils should set aside funds to assist the operation of TRCs and make TRCs alive for teacher’s professional development.
vii.	TRC Coordinators should be given managerial seminars
viii.	Teacher’s professional development should be give attention for quality Educational to be achieved.

5.6 Recommendations for Further Study
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Appendix A: Semi-Structured Interview Questions and for the REO, RAO, DEOs, DAOs, SLOs, WEC, 
You are warmly invited to participate in this interview discussion session about the evaluation of the achievement of TRCs’ objectives toward primary school teachers’ professional development. The focus is to collect information at the primary level particularly in TRC in Tanzania that can help in Primary teachers professional Development. Be informed that information collected from you will remain confidential.
Name of Region…………………District/Municipal……………………Position…………
Gender………………Education level e.g. form 4/ form 6/ University…………......
Professional qualification e.g. certificate /diploma a/degree /M.A|PHD……………
1.	What are the objectives of TRCs in Tanzania?
2.	What kind of activities do you perform in implementing TRC Objectives?
3.	Which training programmes are offered in the TRCs?
4.	To what extent do you think TRC programmes improve the quality of Primary school teachers in Tanzania?
5.	In which specific areas of competence do you think teachers’ quality is improved?
6.	What major challenges do you face in performing tasks related on the implementation of TRCs’ Objectives?
7.	What are the sources of the challenges facing TRC?
8.	What are the measures taken to overcome the challenges?
9.	In your opinion, what factors make TRCs relevance and achievable in its objectives? 
10.	What is your recommendation to the Ministry of Education on the implantation of TRC objectives in Tanzania?
Thank you for your cooperation


Appendix B: Semi-structure Interview Questions for TRCs  Coordinators’/Assistant Coordinators’ and Librarians
You are warmly invited to participate in this interview discussion session about An evaluation of the achievement of TRCs’ objectives toward primary school teachers’ professional development. The focus in session is to collect information at the primary level particularly in TRC in Tanzania that can help in Primary teachers professional Development. Be informed that information collected from you will remain confidential.
Name of Region……………District/Municipal………………Position…………
Gender…………Education level e.g. form 4/ form 6/ University……………......
Professional qualification e.g. certificate /diploma a/degree /M.A…………………
1.	What is the total number of schools served by your TRC?
2.	For how long have you been the head of the TRC?
3.	What are the objectives of the establishment of the TRCs in Tanzania?
4.	Do you think teachers understand the Objectives of TRCs?
5.	How do teachers use the TRCs for;
a.	Professional development?
b.	Academic development?
6.	What strategies do you use to make the TRC objectives achievable?
7.	What are the challenges facing your TRC?
8.	What are the sources of the challenges?
9.	What is the average number of teachers who use TRC a year?
10.	What are the qualification of tutors who conduct seminars and lessons to teachers in your TRC? Where did they come from?
11.	Can you Suggests any possible solutions in combating the challenges facing your TRC?





Appendix C: Semi- structural Interview Questions for the TRCs Tutors 
You are warmly invited to participate in this interview discussion session about An evaluation of the achievement of TRCs’ objectives toward primary school teachers’ professional development. The focus in session is to collect information at the primary level particularly in TRC in Tanzania that can help in Primary school teachers professional Development. Be informed that information collected from you will remain confidential.
Name of Region………………District/Municipal…………………Position…………
Gender…………Education level e.g. form 4/ form 6/ University……………......
Professional qualification e.g. certificate /diploma a/degree /M.A…………………
1.	Are you a permanent TRC employee? If not, where do you work?
2.	What is your academic qualification?
3.	In your understanding what are the objectives of TRC? Mention three of them.
4.	According to your experience, do you think that the objectives of TRC are achievable? If no, why?
5.	Are the TRC objectives relevant to the actual programmes undertaken? If no, what are your suggestions?
6.	What kind of clients are you serving? 
7.	Is the content taught relevant to the teacher’s professional development?
8.	What are the challenges do you face in the instructional processes? 
9.	What are your opinions on the current operation of TRC with regards to TRCs objectives?
Thank you for your cooperation
Appendix D: Focus Group Discussion Schedule to Classroom Teachers
You are warmly invited to participate in this interview discussion session about the evaluation of the achievement of TRCs’ objectives toward primary school teachers’ professional development. The focus in session is to collect information at the primary level particularly in TRC in Tanzania that can help in Primary teachers professional Development. Be informed that information collected from you will remain confidential.
Name of Region……………District/Municipal………………Position…………
Gender………………Education level e.g. form 4/ form 6/ University…………...
Professional qualification e.g. certificate /diploma a/degree /M.A………………
1.	Do you know what does TRC mean? 
2.	In your views, to what extent are these programs relevant to teaching profession? If no, why?
3.	Do these programmes contribute to your professional development?
4.	Does your cluster get sufficient resources as required?
5.	What would you comment on personnel who work at your TRC Cluster?
6.	Do you get enough time to attend TRC programs as scheduled?
7.	Does your cluster provide any other training apart from teachers’ professional development programmes?
8.	What is your comment about the sustainability with regards to TRCs on your professional development? 
Thank you for your cooperation


Appendix E: Semi-structure Interview Questions for Heads of primary school teachers
You are warmly invited to participate in this interview discussion session about the evaluation of the achievement of TRCs’ objectives toward primary school teachers’ professional development. The focus in session is to collect information at the primary level particularly in TRC in Tanzania that can help in Primary teachers professional Development. Be informed that information collected from you will remain confidential.
Name of Region…………District/Municipal…………………Position…………
Gender………Education level e.g. form 4/ form 6/ University…………………......
Professional qualification e.g. certificate /diploma a/degree /M.A…………………
1.	Have you ever heard about Teachers’ Resource Centres? If yes, can you explain it?
2.	What are the programs offered in TRC? What are other activities conducted in this context?
3.	What is your role at the TRC?
4.	Do you allow teachers to attend TRC programmes? If not, why?
5.	How many teachers are attending in-service training programme from your school at the moment?
6.	Do you have teachers who have completed training courses at the TRCs? How many?
7.	Do you observe any improvement in terms of pedagogical or content when teaching in the classroom for the teachers who attend and complete training in the TRCs’ programmes.
8.	Does pupils’ performance raised with regards to progrmammes conducted by TRC and attended by the classroom teachers.    


Appendix F: Research Clearance















Resources and facilities 
	Human and resources 
	Fiscal resources 
	Physical facilities 
	Time 
	Learning materials 
	Teachers 









